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ABSTRACT
In recent years, Latin America has experienced unprecedented growth in education coverage resulting in the
need for the development of a proficient workforce to sustain and manage its rapid change and improvement.
This study investigates the relationship between teacher quality and positive psychology, and more specifically,
the importance of how cultural norms impact the way that individuals perceive their professional abilities.
Specifically, an ordinal scale, statistical analysis of survey-based data of more than 300 Panamanian teachers
was used to determine generalized attitudes regarding respondents’ perceptions of self-efficacy and self-
permission. The study finds that, in Panamanian culture, teachers’ perceptions of self-efficacy are closely
aligned with their experience in the classroom, while their perceptions of self-permission are associated with
professional qualification.
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l. INTRODUCTION

Over the last 50 years, education coverage has expanded in Latin America and the Caribbean at a rate
rarely previously experienced [1]. Such a trajectory of advancement would cause even the most resource-rich of
countries to struggle; however, for a region of the world where most countries are still developing and face
significant infrastructure and economic frailties, this has strained human capital and financial resources.

At the same time, the importance of teacher quality in the educational process has been the focus of
considerable research over the past decade. While the impact is likely to vary by classroom and school, good
teachers can regularly advance student achievement by 1.5 years in a single academic year, while students
taught by their weaker peers often master only 50% of the curriculum in the same timeframe [2]. Children who
are exposed to just a single “highly effective” teacher during their time in primary school are more likely to go
on to study at university, earn better incomes, and live in better neighbourhoods [3]. Understandably, critics
point to the complexity of accurately classifying what characterizes “highly effective” teaching, especially when
factoring in cultural variances. Still, few would argue that such professionals are critical, especially in a region
that is seeking to develop a skilled workforce to sustain and manage rapid change and improvement. Any
concerted effort to provide universal and equitable education requires a significant investment in precisely
defining what constitutes a “highly effective” teacher followed by the creation of a professional teaching force
capable of delivering this new paradigm.

The country of Panama serves as a microcosm of Latin America in that it has experienced a significant
positive transformation over the past decade, but still struggles with a societal imbalance in economic stability,
access to resources and quality of education. A comprehensive curriculum of structured learning outcomes is
inconsistently delivered across the country, as is any regular formal review of student progress [4].
Compounding this lack of curriculum, instructional time is often limited due to a lack of resources, teachers, and
finances to operate schools, as well as high rates of teachers’ absenteeism [5]. Given the critical importance of
teacher quality [6], the need to overcome these challenges is fundamental to achieving sustained improvement in
the Panamanian education system [7].

The following study set out to investigate the relationship between teacher quality and the rapidly
increasing body of research into positive psychology, and more specifically, growing recognition of the
importance of how individuals perceive themselves and how this perception can impact personal, emotional, and
professional performance [8]. We sought to understand how self-efficacy and self-permission impacts teaching
performance in Panama, to ultimately improve teacher quality as a conduit to enhancing students’ educational
experience more generally.
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1. LITERATURE REVIEW
Teachers in Panama

Close to 75% of teachers in Panama are female, have a low socio-economic status, are ageing, and tend
to be academically weaker than other professionals [24]. While observable characteristics (age, gender, level of
education, years of experience) do not necessarily have an impact on student learning [25] [26], teachers’
knowledge has been directly connected to student achievement [27], and is consistently correlated with student
learning [1]. Of equal concern is that in many areas, finding well-qualified teachers to work in exigent
environments remains a problem where the median percentage of fully trained teachers at the primary level dips
as low as 58% in some areas [28]. Compounding this reality, teachers that demonstrate capability often leave to
work in schools where they enjoy better resources and have the potential to earn higher salaries. The possibility,
therefore, that the students who face the greatest barriers to get to school on a regular basis, will be met by a
professional that is qualified and experienced is relatively low [29]. These students are likely to be taught by
inexperienced teachers with limited pedagogical training, and who cannot be determined to be of high quality
when compared to global comparators [1].

Alongside this, teacher motivation to improve classroom practice is often minimal for several reasons;
and without it, systemic improvement is unlikely. Research over the past decade has consistently indicated a
decline in the number of candidates entering the profession, and a compression of teacher salary scales, globally
[30].

Overcoming these challenges is in no way a small undertaking. Teacher salaries account for 15% of
total public spending in Latin America, and therefore any serious adjustment in core wage structure or
significant investment in new workforce is likely to bear a considerable burden on economies that are already
frail [1]. Additionally, teaching remains a highly unionized profession across the region and therefore any
significant alterations of the status quo involves a considerably political and complex process [1].

Despite these hindrances, there is not a teacher shortage in Latin America [29]. Employment in
teaching has several unique elements which serve as attractions for many workers. There is a strong general
perception that teachers enjoy stability of work, fewer weekly working hours and considerably more vacation
time than other positions [1]. As a result, there is a ready pool of applicants for teaching positions in the region,
but they do not always include individuals who are attracted to these teaching positions for the right reasons.
Consequentially, students experience a very traditional instructional methodology and a teacher-centered
ideology. More challenging and complex instructional methods are often beyond the capability and work ethic
of many teachers and so collaborative working environments, critical thinking, problem-solving, and engaging
classroom activities are often missing from schools [1].

Teacher Quality

These challenges are not unique to the region, however. Concepts of instructional quality and student
learning have recently become a focus of global discussion [8] [9] as high-quality teachers have been directly
associated with successful national education systems and economic buoyance [10]. While there is agreement
that more effective teachers can significantly improve both short and long-term life success for students [11]
[12] [13] [14] teacher quality is often poorly defined and measured in a variety of ways, with little consensus as
to what specific characteristics are most important. More clarification is required in determining whether teacher
quality is the same as teacher effectiveness, or if student achievement is improved by the quality of the teacher
or the quality of the learning experience [15].

What is not in doubt, however, is the fact that a variety of teacher characteristics including educational
background, experience, certificate status, perseverance, work ethic, and even teacher evaluation score, are the
teacher dispositions most often associated with improved student achievement [16] [13] [17] [18]. Using any
single measurement of teacher quality, therefore, does not fully appreciate the complex range and depth of skills
and social foundation that successful teachers typically infuse [19]. From an Anglo-American perspective,
effective teachers improve a broad range of student outcomes [20]. While these targets may not be an immediate
priority or even wholly applicable in developing countries, what is apparent is that any attempt to measure
teacher quality is best designed combining multiple measures of performance rather than focusing on one single
indicator [21]. The specific importance of each contributing factor is likely to differ significantly based on
cultural variation and nuance. Certainly, quantifiable data on student achievement lie at the heart of these
measures, but emerging evidence indicates that these statistics only have value as a part of a broader set of
contextual factors.

Interestingly, research has shown that while the qualities of understanding learners, subject matter
knowledge and professionalism were common traits associated with teacher quality, it was the teacher
dispositions of having a patient, caring, and kind personality, and the ability to develop trusting, productive,
relationships that were the most valued qualities in teachers [22]. While less developed countries value teacher
professionalism more strongly than their developed peers, even after considering grade level, gender, public or
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private schooling, and cultural variation, all stakeholders prioritized dispositions of care more than any other
competency [22].

This research is contrary to practice in many developing countries, however, where the investment
remains in professional qualification and certification to improve teacher quality [31]. While research has shown
that uncertified teachers have negative effects on student gains [32] [25], several other studies claim that teacher
academic qualification has little or no positive influence on student achievement [33] [34] [35] [14]. It is a
reasonable assumption, therefore, that a focus on teacher disposition and confidence has the capability to yield
similar if not stronger positive impacts on student learning than merely seeking to improve teacher qualification.

Self-efficacy and Self-permission on Teacher Quality

Given this importance, the development of ‘positive psychological capital’ [36] to improve teacher
quality holds significant potential. Drawing from Bandura’s theory of self-efficacy [37], positive psychological
capital (PsyCap) associates a combination of the resources of hope, optimism, efficacy, and resilience with
improved employee attitudes, behaviors, and performance [38]. As social cognitive theory also highlights the
connection between individual competence and the surrounding environment [39], the theory is especially apt in
Panama where teacher confidence is often low, both individually and in the profession more generally [1]. As
such, a strong argument can be made that teacher self-efficacy lies at the very core of improving dispositions of
care and character in the country [23].

Given this theoretical foundation, it is not surprising that self-efficacy has consistently been linked to
the teaching profession. The process of learning, and by extension, teaching, is closely linked to the formation of
trusting relationships and mastering a complex and dynamic environment [40]. Teachers who display a positive
attitude and strong commitment towards the teaching profession consistently demonstrate higher levels of
performance and greater productivity [41].

This conceptual framework is not complete however, as it does not readily account for the strong social
and cultural influence of the region, and the impact this has on developing a culture of teacher respect, which is
associated with higher levels of teacher efficacy [39]. For an accurate assessment to be made, regarding Panama,
the concept of self-permission must also be addressed. Nico Rose’s theory of self-permission [43] refers to the
beliefs that a person has regarding whether they are socially and politically permitted to realize long-term goals.
Closely linked to efficacy, self-permission integrates social norms and expectations as a form of stereotype
threat to performance. In other words, even if an individual has the self-confidence to believe that they can be a
successful teacher, they are unlikely to realize their full potential if they do not believe that they have the right to
do so. This has added importance if we accept the premise that building a strong relationship (care and
character) with students is a fundamental key to teacher quality. In a country such as Panama, where societal
roles are often based on a strong sense of cultural hierarchy, respect for teachers, as well as their own sense of
‘self’, is often low and as a result does not cultivate an environment where professional student/teacher
relationships are easily developed.

1. RESEARCH QUESTIONS
The purpose of the study was to determine the perceptions of self-efficacy and self-permission of Panamanian
teachers.
This study aims to answer the following questions:
1. What are the perceptions of teachers in Panama on self-efficacy and self-permission?
What is the relationship between self-efficacy beliefs and teaching experience in teachers in Panama?
What is the relationship between self-permission beliefs and teaching experience in teachers in Panama?
What is the relationship between self-efficacy beliefs and teaching qualification in teachers in Panama?
What is the relationship between self-permission beliefs and teaching qualification in teachers in Panama?

oo

THEORETICAL FRAMEWORK

Despite being more than twenty-five years old, Albert Bandura’s concept of self- efficacy remained a
seminal foundation for our understanding. Bandura [44] asserted that self-efficacy beliefs determine how people
feel, think, are motivated and behave. More recent studies have refined these characteristics, adding the
complexity of societal and contextual influences on professional self-efficacy, but the descriptors still serve as
useful today [45]. In an educational context, this speaks to teachers’ conviction in their own ability to teach
efficiently and effectively [46].

Additionally, we found a critical cultural element missing from the notion of self-efficacy to address
these specific societal influences, and Rose's concept of self-permission served as a potential complement. Self-
permission is a distinct construct to self-efficacy; where efficacy refers to an individual's belief in their ability to
accomplish established goals, self-permission addresses whether or not the individual feels that they have the
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authority or approval required to realize the goals [43]. In other words, am I ‘allowed' to have the autonomy to
be a good teacher, rather than do | have the required skillset?

Self-permission focuses on the importance of belonging, a central component of Panamanian culture.
The need to belong serves as powerful intrinsic motivation, especially when this is coupled with a lack of social
acceptance [47]. Professional belonging also impacts an individual’s sense of neuroticism, anxiety, and
sensitivity to rejection [48]. It is apparent, given the strength of the societal structure and the importance of the
role of the family within Latin American culture, that being a good teacher is likely to be impacted by both a
sense of belonging and sense of worth. This type of autonomous behavior has been directly linked to offering
more engaging learning experiences in the classroom [49], as well as lower levels of anxiety and stress and
higher levels of well- being [50].

Research paradigm

The research paradigm (Figure 1) of this study was founded upon a pragmatic worldview, and more
specifically, on the role of learning through dynamic experiences and practical application. The paradigm is
closely aligned with Dewey’s assertion that learning is a social and interactive process, and that those who are
learning function best in an environment where they can experience and interact with the curriculum as active
participants [51]. The ontological foundation of the research design drew from the concept of realism and the
fundamental worldview of the study.

Figure 1

Pragmatis

Mixed
Methods

Research Paradigm

V. METHODOLOGY
Data collection was based on a survey given to establish and compare general patterns regarding
respondents’ self-efficacy and self-permission. The statistical analysis was centered around an ordinal scale
using the frequency of answers to questions as a basis for the presentation of generalized attitudes.

Instrumentation

The study involved the development of a five-level, Likert- style survey. The survey was created using
a blend of instruments for teacher self-efficacy and Rose’s instrument for determining self-permission. The
original five-point Likert scale remains an efficient way to measure attitudes, character and personal traits [52],
administered in Spanish for native speaking teachers. Careful attention was taken to ensure that the translation
considered the cultural nuances of the language. Both the instrumentation design and the way the survey was
administered was finalized following a small-scale pilot study used to determine the reliability and validity of
the survey.

Participants

The sample of participants included 500 teachers, from 6 regions of Panama including, Los Santos,
Herrera, San Miguelito, Panama Norte, Panama Este, Veraguas and the Instituto Alberto Einstein (IAE), a
private school in Panama City. All teachers worked in a bilingual program with the sample containing a
diversity of teacher profiles including teachers with a variety of experience and qualification levels.

For the study, experienced teachers were defined as professionals who have been teaching in a regular
classroom for more than five years [53]. Formal teaching qualifications were defined as an accredited
undergraduate degree in education, or an accredited degree and certified teaching program, resulting in a
professional teaching license. Teaching licensure was not limited to the country of Panama but could be
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obtained from any country. Hence, four categories of experience were identified: no teaching experience, 1-5
years, 5-10 years, and 10+ years of teaching experience. Five categories of teacher qualification were identified:
no formal qualification, high school diploma, bachelor’s degree, master’s degree, and other qualification.

Data Collection

The survey was a specially designed hybrid of Bandura's Teacher Self-Efficacy Scale (TES), [54]’s
instrument for modelling 21st-Century skills (ETS-ES), and a modified version of Rose’s Self Permission Scale
(SPS), adapted for an educational setting. Both scales were translated into Spanish by a panel of three bilingual
professionals, individually and then as a team, to ensure agreement on the precision of vocabulary.

In the case of the TES and ETS-ES scales, questions were grouped into four sections: 1. planning and
assessment self-efficacy, 2. instructional self-efficacy, 3. disciplinary self-efficacy, and 4. efficacy to create a
positive learning environment. For the Self-Permission Scale section of the survey, Rose’s questions point
towards 1. lack of self-permission and 2. positive self-permission were included (i.e., lack of self-permission
questions was reverse-coded when calculating the composite score.) The wording for each of these questions
was altered as little as possible to make them more obviously refer to professional self-permission rather than
personal. Questions were randomized once before administering to participants. This resulted in twenty-nine
survey closed questions divided into six distinct facets of efficacy and permission. Additional demographic data
was also collected as a part of the survey (i.e., gender, age, birthplace, workplace) and the two main categories
(i.e., experience and qualifications).

The survey was developed using Google Forms and was administered using a digital mobile link or
with a physical copy depending upon the preference of the participant. The option to complete the survey was
given in a regularly scheduled professional development training session with the professional development
coach for the region involved.

Data Analysis

The data were collected and inputted into the Statistical Package for the Social Sciences (SPSS)
software to analyze. The data were analyzed using a ratio scale of measurement and was represented solely
numerically. No manipulation of the raw data took place prior to importing into the SPSS.

Participant Demographics

A frequency analysis was performed in order to assess the number of participants who were represented within
each category of teaching experience (i.e., never taught before, have taught for less than 5 years, have taught for
5 — 10 years, and have taught for more than 10 years) for each of the other covariates.

Composites

Likert scale analysis procedures were implemented on the data. The study used Boone & Boone’s suggested
data analysis procedures to construct a descriptive analysis applying a composite score using an interval
measurement scale with the mean for the central tendency and standard variations for variability. All missing
data was treated as Missing at Random (MAT) [52].

Composite for Self-Efficacy

Self-Efficacy is measured in four main Components: 1. E1: Planning and Assessment, 2. E2: Instruction, 3. E3:
Disciplinary, and 4. E4: Positive School Climate. It was decided that each of these components deserved the
same weight in building the composite.

Composite for Self-Permission

Self-Permission is measured in two main components: 1. P1: Lack of Self-Permission, and 2. P2:
Positive Self-Permission. Lack of Self-Permission was reverse-coded when calculating the composite score and
each of these two components deserved the same weight in building the composite. To assess internal reliability
a Cronbach’s o test was performed after the building of the composites.

Descriptive Findings

The data was tabulated using descriptive statistics in order to calculate the number of participants
within each level of experience and for each category of teaching qualification (i.e., No formal degree, high
school diploma, other, bachelor’s degree and master’s degree). To the simple organization of these numbers, the
datasets were analyzed using mean and standard deviation for each of the six categories (i.e., four for self-
efficacy and two for self-permission) to describe them more fully.
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Additional Analyses

Following the descriptive analysis for each of the two main categories (i.e., experience and
qualifications), an analysis of covariance (ANCOVA) was also performed. These analyses used either Self-
Efficacy Score or Self-Permission score as the dependent variable, experience, qualification and their interaction
as the main factors and all the rest of variables as covariates (i.e., gender, age, birthplace and workplace).

Prior to the ANCOVA all variables were checked for normality and a series of Pearson r correlations
were performed among all variables to avoid multicollinearity. Upon a statistically significant finding, a
Bonferroni test was used to determine the significant differences between group means in the ANCOVA. The
level of statistical significance at which a result will be regarded as being statistically significant was .05, the
conventional level used in education research.

V. RESULTS
Participants Demographics

The data from this study comes from a survey given to 500 teachers. The response rate was 63% (i.e.,
315 teachers participated in the survey). Most of the participants were female (78%), 31 years old or older
(77%), born in Panama (81%), with at least a Bachelor’s degree or a teaching license (74%) (Table 1).

When data was tabulated by levels of teaching experience, as teaching experience increases, females
tend to dominate even more of each participant pool, going from two thirds in the first two categories to over
80% in the other two (Table 1). That is, the first age group dominates the second level of experience; whereas
the last two age groups dominate (61%) the “teachers that have taught over 10 years” level of experience.
Unlike national statistics, participants in the study were younger (i.e., 62% of teachers were less than 40 years
old) (Table 1).

In terms of birthplace, in general and across all different levels of experience, most teachers were born
in Panama. As levels of experience increase, other birthplaces are represented, with Latin America consistently
increasing as experience increases (Table 1).

Teachers with less experience (i.e., which is associated as a younger population) tend to possess at least
a Bachelor’s degree. As experience increases, people with no formal education increase, perhaps due to reforms
in teaching qualifications in Panama that allowed older and experienced teachers to remain in the profession, but
required younger generations to be qualified (Table 1).

Finally, most of the participants were from three main regions: Panama Este, San Miguelito and the
private school IAE (78%). Still, the other workplaces were represented across the different levels of experience
(Table 1).

Table 1

Participants Demographics
Level of Teaching Experience*

Variable 1 2 3 4 Overall
N (%) ** 6(2) 90 (28) 78 (25) 141 (45) 315 (100)
Sex
Female 4(67) 57 (63) 65 (83) 119 (84) 245 (78)
Male 2(33) 33(37) 13 (17) 22 (16) 70 (22)
Age
20-30 1(17) 48 (53) 18 (23) 4(3) 71 (23)
31-40 3(50) 25 (28) 45 (58) 51 (36) 124 (39)
4150 1(17) 15 (17) 11 (14) 42 (30) 69 (22)
Over 50 1(17) 2(2) 4 (5) 44 (31) 51 (16)
Place of Birth
Panama 4 (67) 85 (95) 59 (76) 107 (76) 255 (81)
Latin America 2(33) 2(2) 13(17) 27 (19) 44 (14)
Europe 0(0) 2(2) 0(0) 2(1) 4(1)
North America 0(0) 1(@1) 4(5) 0(0) 5(2)
Other Regions 0(0) 0(0) 2(2) 5(4) 7(2)
Education Level
No degree 0(0) 11 (12) 4 (5) 11 (8) 26 (8)
High School 0(0) 17(19) 13(17) 27(19) 57(18)
Bachelor’s 3(50) 31 (34) 35 (45) 53 (38) 122 (39)
Master’s 1(17) 23 (26) 22 (28) 41 (29) 87 (28)
Other 2(33) 8(9) 4(9) 9(6) 23(7)
Work Region
Herrera 0(0) 12 (13) 7(9) 3(2) 22.(7)
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Los Santos 0(0) 5 (6) 3(4) 5(3) 13 (4)
Panama Este 1(17) 29 (32) 19 (24) 30 (21) 79 (25)
Panama Norte 0(0) 6 (7) 2(3) 8(6) 16 (5)
San Miguelito 0(0) 21 (23) 9(11) 15 (11) 45 (14)
I1AE 5(83) 7(8) 31 (40) 79 (56) 122 (39)
Veraguas 0(0) 10 (11) 7(9) 1(1) 18 (6)

* Levels of Teaching Experience: 1. No Experience, 2. Teachers that have taught for less than 5 years, 3.
Teachers that have taught for 5-10 years, 4. Teachers that have taught for over 10 years.
** Percentages may not add to 100 due to rounding.

Composites

Reliability is the extent to which similar measurements on the same person are similar in different
settings. In this study, composites validity was measured through a Cronbach’s a analysis. Cronbach’s o
measures the overall correlation between items within a scale. Reliability is considered acceptable when a
exceeds 0.7.

All a are over 0.7 for the different composites build for this study. Self-efficacy score and Self-
Permission score showed Cronbach’s o over 0.8. The four main components of the Self-Efficacy had the lowest
a, still all components have a values of over 0.7. The two main components of Self-Permission had the highest o
values of 0.92 and 0.82 respectively (Table 2).

Table 2
Adjusted Scores for Self-Efficacy and Self-Permission
No. of Items Mean sD Cronbach’s a*

Composite

Self-Efficacy Score 4 3.74 0.49 0.87
Planning and Assessment 7 3.67 0.54 0.74
Instruction 5 3.79 0.56 0.75
Disciplinary 4 3.71 0.63 0.74
Positive School Climate 5 3.77 0.59 0.78
Self-Permission Score 8 4,18 0.70 0.81
Lack-of Self-Permission 4 217 1.14 0.92
Positive Self-Permission 4 4,52 0.63 0.82

* Measure of Internal Consistency.

VI. DESCRIPTIVE FINDINGS
Self-Efficacy and Self-Permission for different levels of teaching experience
(Research questions a and b)

The first research sub-question for the study determined the relationship between self-efficacy beliefs
and teaching experience in teachers in Panama. Overall, levels of Self-Efficacy tend to increase as teaching
experience increases. The second research sub-question for the study determined the relationship between self-
permission beliefs and teaching experience in teachers in Panama. Levels of Self-Permission seemed to not
change for the different levels of teaching qualifications (Table 3).

For the first component of Self-Efficacy, Planning and Assessment, values in the Likert scale tended
to increase as experience increased. Overall, and across the four main components, teachers tended to score the
lowest in this component (Table 3). For the second component, Instruction, teachers tend to score mid to high in
the Likert Scale. An increase of score is observed as experience increases (Table 3). The third component,
Disciplinary, showed the highest scoring from all four components. Although there is a tendency of increasing
as experience increases, this increment over time is minimum (Table 3). The last component, Positive School
Climate, also showed high scores for all the questions with a tendency to increase as experience increases (Table
3).

For both components of Self-Permission, Lack of and Positive Self-Permission, there was no apparent
change in scoring as experience increases. Lack of Self-Permission remained low across all levels of Teaching
Experience and Positive Self-Permission scores were high across all levels of Teaching Experience (Table 3).
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Table 3
Self-Efficacy and Self-Permission Scores for Teachers with Different Levels of Teaching Experience (Mean+SD)
Level of Teaching Experience*

1 2 3 4 Overall
Composite (n=6) (n=90) (n=78) (n=141) (n=315)
Self-Efficacy Score 3.29+0.68 3.64+0.50 3.72+0.43 3.83+0.49 3.74+0.49
Planning and Assessment 3.00+0.74 3.60+0.59 3.62+0.47 3.77+0.51 3.67+0.54
Instruction 3.27+0.86 3.69+0.58 3.750.52 3.90+0.53 3.79+0.56
Disciplinary 3.42+0.66 3.57+0.63 3.71+0.58 3.82+0.63 3.71+0.63
Positive School Climate 3.47+0.81 3.70+0.63 3.79+0.52 3.83+0.60 3.77+0.59
Self-Permission Score 4.20+0.80 4.19+0.73 4.12+0.71 4.20+0.67 4.18+0.70
Lack-of Self-Permission 1.88+1.12 2.23+1.24 2.15+1.08 2.15+1.12 2.17+1.14
Positive Self-Permission 4.29+0.75 4.61+0.58 4.40+0.64 4.54+0.66 4.52+0.63

* Levels of Teaching Experience: 1. No Experience, 2. Teachers that have taught for less than 5 years, 3.
Teachers that have taught for 5-10 years, 4. Teachers that have taught for over 10 years

Self-Efficacy and Self-Permission for different levels of teaching qualifications
(Research questions ¢ and d)

The third research sub-question for the study was to determine the relationship between self-efficacy
beliefs and teaching qualifications in teachers in Panama. Overall, Self-Efficacy values change very little across
different levels of qualifications. There seems not be a relationship between Self-Efficacy and levels of
Teaching Qualifications.

For the first component, Planning and Assessment, there was no apparent tendency to increase or
decrease at different levels of qualifications, and the scores were high (Table 4). For the second and third
component of Self-Efficacy, as levels of qualifications increased, the scores tended to decrease. Moreover, these
decrements were minimal across levels of qualifications (Table 4). Same tendency was observed for the last
component of Self Efficacy with “Other” level of qualification showing the lowest values.

The last research sub-question for the study determined the relationship between self-permission beliefs
and teaching qualifications in teachers in Panama. There seems to be little change in levels of Self-Permission
for the different levels of qualifications. For the first component of Self-Permission, Lack of Self-Permission,
there seems to be a slight decrease as levels of qualifications are higher, with High School showing the highest
scoring for Lack of Self-Permission (Table 4). The second component showed no apparent decrease or increase
throughout the different levels of qualifications (Table 4).

Table 4
Self-Efficacy and Self-Permission Scores for Teachers with Different Levels of Teaching Qualifications (Mean+SD)
Level of Qualification*

1 2 3 4 5

Composite (n=26) (n=57) (n=23) (n=122) (n=87)

Self-Efficacy Score 3.87+0.41 3.72+0.53 3.52+0.46 3.73+0.49 3.77+0.49
Planning and Assessment 3.75+0.50 3.60+0.57 3.39+0.60 3.66+0.51 3.77+0.54
Instruction 3.95+0.47 3.86+0.55 3.50+0.54 3.79+0.56 3.78+0.57
Disciplinary 3.87+0.59 3.68+0.69 3.60+0.48 3.69+0.63 3.74+0.62
Positive School Climate 3.93+0.47 3.74+0.67 3.60+0.60 3.78+0.57 3.78+0.60
Self-Permission Score 4.15+0.69 3.92+0.68 4.28+0.60 4.24+0.69 4.24+0.72
Lack-of Self-Permission 2.38+1.22 2.46%1.12 2.00+0.91 2.01+1.08 2.17£1.25
Positive Self-Permission 4.67+0.44 4.30+0.77 4.55+0.55 4.49+0.68 4.66+0.72

* Level of Qualification: 1. No Formal Degree, 2. High School Diploma, 3. Other, 4. Bachelor’s Degree, 5:
Master’s Degree.
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Additional Analysis
ANCOVA for Self-Efficacy

A one-way ANCOVA was conducted to compare the effect of qualification and experience whilst
controlling for other covariates (i.e., gender, age, birthplace and workplace). Normality and collinearity checks
were carried out and the assumptions met. Furthermore the assumption of homogeneity of variances was tested
and satisfied on Levene’s F test, F(17,297)=0.74,p=0.76.

Accounting for the interaction, the ANCOVA showed a not statistically significant interaction between
experience and qualification F(10,293)=0.81,p=0.62. This means that the regression slopes for the covariate do
not differ between treatments; the homogeneity of regression slopes assumption seemed to hold.

When the interaction was no longer taken into consideration in the model, experience was the only
effect statistically significant F(3,303)=3.62,p=0.013,4°=0.035. Thus, the null hypothesis of no differences
between the means was rejected, and 3.5% of the variance of SES was accounted for the different levels of
experience.

To evaluate the nature of the differences between the four means further, the statistically significant
ANCOVA was followed up with a Bonferroni’s post-hoc test. The difference between the “Under five years”
group and the “Over 10 years” group was statistically significant p=0.044,d=-.216.

ANCOVA for Self-Permission

To compare the effect of qualification and experience whilst controlling for other covariates (i.e.,
gender, age, birthplace and workplace) for Self-Permission, a one-way ANCOVA was conducted. Normality
and collinearity checks were carried out and the assumptions met. Furthermore the assumption of homogeneity
of variances was tested and satisfied on Levene’s F test, F(17,297)=1.36,p=0.15.

Accounting for the interaction, the ANCOVA showed a not statistically significant interaction between
experience and qualification F(10,293)=1.37,p=0.19. This means that the regression slopes for the covariate do
not differ between treatments; the homogeneity of regression slopes assumption seemed to hold.

When the interaction was no longer taken into consideration in the model, qualification was the only
effect statistically significant F(4,303)=2.47,p=0.045,4°=0.032. Thus, the null hypothesis of no differences
between the means was rejected, and 3.2% of the variance of SES was accounted for the different levels of
experience.

To evaluate the nature of the differences between the five means further, the statistically significant
ANCOVA was followed up with a Bonferroni’s post-hoc test. This test showed two differences borderline
statistically significant. The difference between the “High School Diploma” group and the “Bachelor’s Degree”
group was p=0.059,d=-.311; and the difference between “High School Diploma” group and the “Master’s
Degree” group was p=0.054,d=-.333.

VII. DISCUSSION
The results in relation to the four sub-questions can be summarized as follows:
(1) As teacher experience increases so does teacher perception of self-efficacy.
(2) Teacher experience does not seem to affect the perception of self-permission in teachers.
(3) Teacher qualification does not seem to affect the perception of self-efficacy
(4) Teachers with higher levels of formal qualification indicate a higher perception of self-permission.

The relationship between self-efficacy and self-permission

The results clearly indicate no linear relationship between teacher perception of self-efficacy and self-
permission. Indeed, very much in line with Rose’s (2014) observations, our results would suggest that self-
efficacy and self-permission operate as distinct and separate entities. While the concepts may overlap in
descriptive characteristics, they clearly are perceived as independent conceptions that are distinct in the manner
in which they evolve over time and how they are perceived by teachers.

According to Huberman, teachers go through developmental stages within their career, often labelled
differently in diverse national, cultural, or contextual variations [55]. Studies have shown that teacher self-
efficacy oscillates, developing in ‘fits and starts’ throughout the early stages of career development [56], which
is in line with the findings of the present study where there were clearly identified differences in teacher
perception of self-efficacy depending on the career stage. This study would suggest that the same is true of self-
permission, where teacher perception was observed to be dynamic in nature, while still indicating that the
factors influencing levels of self-efficacy do not have the same influence over self-permission and vice-versa.

The findings would suggest that teachers who exhibit high levels of confidence and a strong sense of
‘self’, especially those who are new to the profession, do not necessarily find that they have the level of teacher
autonomy that they expected. For those who have only experienced the learning process from a student
perspective, especially if they have not benefited from a formal teacher preparation program. As a result,
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teachers who enter the classroom with good motivation and excitement may feel stymied by a level of required
conformity that had not been anticipated [57]. Similarly, teachers who enter the profession with a firm belief
that they enjoy considerable ‘permission’ within the learning process, find that this is accompanied by a sizable
sense of responsibility which may cause novice teachers to question their ability to meet the required standard.

In line with these findings, our study also confirms that teacher perception towards self-efficacy and
self-permission is dynamic in nature and fluctuates, especially over the first decade in the job when teachers are
still growing in the profession. It confirms Klassen and Chiu’s (2010) assertion that there is a non-linear
relationship between years of teaching and teachers’ sense of competence and satisfaction. The study also
affirms the contention that a teacher’s sense of self-competence and confidence is likely to develop differently
in various areas of teaching, influenced by their individual experience in school and their perceptions of whether
or not they have met their pre-constructed goals or aspirations in the classroom [55].

The relationship between self-efficacy and teacher experience

The findings indicate that, overall, self-efficacy increases as teaching experience increases. This
evidence supports multiple studies that have found teachers with more than 10 years of experience reported
greater teaching efficacy than novice teachers [58] [59] [60] [61]. Given the importance of Bandura’s (1997)
mastery experiences in the development of self-efficacy, it is not surprising that participants in the study with
more teaching experience and therefore exponentially more positive completion of teaching tasks, indicate
higher levels of efficacy. This phenomenon, when coupled with the dispositional strength of teachers remaining
in the profession beyond the first ten years discussed previously, manifests in a growth of personal efficacy over
time.

This seems to refute some previous research indicating that novice teachers’ personal and professional
efficacy can be just as high as that of peers with considerably more classroom experience [59]. Additionally,
further studies have observed that experienced teachers can often suffer from a significant loss of motivation
and belief [62], while others have shown results that indicate a mixed perception towards self-efficacy,
depending on the specific category being discussed [63]. Such findings corroborate our earlier assertion that
self-efficacy is dynamic in nature and oscillates over time depending upon a variety of factors, especially in the
first ten years of teaching.

The relationship between self-permission and teacher experience

In contrast to the clear relationship between self-efficacy and teaching experience, the study found that
teacher experience does not seem to affect the perception of self-permission in teachers. Given the lack of prior
research on self-permission, using the findings of prior studies to confirm or refute the results of the study is
unachievable, and so the forming of definitive conclusions would be imprudent.

Since there is a dearth of research on self-permission, a contextual definition of the concept is best
established through a discussion of the terminology used in the questions asked of the participants. In the
survey, self-permission was associated with personal jurisdiction as it pertained to professional goals, a fulfilling
professional life, and realizing professional potential. In this sense, the study indicates that teachers’ perception
of their personal control over their professional destiny is not directly associated with factors that are impacted
over time. This suggests that self-permission might be more closely linked to a teachers’ sense of competence,
rather than confidence, which research has shown may not grow significantly regardless of years of experience
(Berliner, 2001). Novice teachers, especially those who have just qualified through the completion of a degree
or certified teaching program, have been shown to exhibit strongly positive feelings about their professional
abilities, pride, confidence and knowledge of education [64]. These characteristics are likely to lead to elevated
levels of self-permission, especially for teachers chosen for a selective program such as Panama Bilingue.

The relationship between self-efficacy and teacher qualification

Similarly, the findings indicate that, in general, teacher’s qualification does not seem to affect the
perception of self-efficacy. These results are supported by previous research findings that have observed that
overall teachers’ efficacy beliefs are not significantly different based on their qualification [65]. At the same
time, other studies have indicated no significant differences between teachers with different levels of
qualification regarding perceived levels of self-efficacy of instruction [66]. Bandura’s (1997) concept of self-
mastery explains that experiencing successful teaching performance has a far greater impact on self-efficacy
than qualification alone, and so while degrees and certificates may well improve an individual’s ability to
complete a task, this may not automatically translate into greater self-belief. This is especially true if the teacher
has negative teaching experiences. The relationship between self-efficacy and teacher qualification is more
nuanced than this, however, as several studies have linked teacher competence and confidence to personal
qualification [67]. Given that self-efficacy has been defined as a manifestation of confidence (Block et al.,
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2010), and that efficacy is directly linked to improved competence [65] it is unlikely that increased qualification
does not impact overall sense of self, and as a result, overall efficacy.

The importance of an overall ‘sense of self” also serves as an explanation of one other finding of the
study. The results indicate that self-efficacy was found to be moderately higher in teachers with a no formal
diploma than teachers who had any other type of qualification. At first glance, such a result may seem out of
place, namely that the least qualified teachers exhibit more self-efficacy than their experienced peers, especially
given the complexity of skillful planning and assessment in the learning process.

Research has shown that the importance of metacognitive confidence cannot be underestimated when
considering the development of self-efficacy [68]. It is not simply a teacher’s perception of their capability that
is important therefore, but the level of certainty that they have in that belief that has lasting impact. Self-
assuredness, and the judgement of certainty in beliefs are important as they support problem solving, promote
team cohesion and serve to increase influence [69]. In addition, there is significant evidence to suggest that
miscalibration and especially overconfidence exists within some individuals regardless of objective reality [70].
Given these studies, it might not be unusual for some teachers with little or no formal qualification to develop an
inflated opinion of their own capabilities or skill, as well as their capacity to complete teaching tasks
successfully [71].

This phenomenon of miscalibration of ability occurs when self-judgement of accuracy is misaligned
with objective accuracy [72]. Naturally, any teacher who has gained a formal qualification in education is likely
to have completed multiple courses in the pedagogy of planning and assessment, and as a result is likely to fully
understand the complexity of skills involved. They are more likely, therefore, to have good alignment between
their own perception of performance and what it takes to be a good teacher. This may not be the case for
teachers who have never benefited from taking professional education courses, resulting in the potential of an
incomplete awareness of the complexity of skills required to teach effectively.

The relationship between self-permission and teacher qualification

In contrast to the findings indicating no relationship between self-efficacy and teacher qualification, the
study found that teachers with higher levels of formal qualification indicate a higher perception of self-
permission. Rose’s (2014) descriptive analysis of the defining characteristics of self-permission allow for a
series of educated assumptions to be made. Specifically, that self-permission is founded in the notion of an
individual accomplishing professional goals and attaining long-term objectives in life. The study suggests that
the completion of formal academic qualification serves as a confirmation in teachers that they have the ability to
fulfil career goals, and the autonomy to make the decisions necessary to enjoy professional success.

One possible explanation for the discrepancy of findings lies in the layered definition of the concept of
mastery. As previously discussed, mastery is a central component of both self-efficacy and self-permission and
as a result serves as an important point of convergence of the two concepts. The findings endorse the suggestion
that self-efficacy focuses on ability and as such mastery is concerned with the perception of control, where self-
permission is centered around sanction and so is concerned with the perception of approval [43]. This raises the
prospect that obtaining professional qualifications or credentials while increasing a sense of legitimacy, does not
necessarily impact the perception of professional capability. Consequently, it can be argued that teachers view
increased qualification as having the potential of career enhancement and improved credibility, while
understanding that classroom experience is required to improve professional practice.

In concert with Rose’s opinions, the findings also suggest that self-permission is a continuous variable,
and that different individuals are likely to exhibit significant variation in both the level of self-permission that
they report and the consistency of perception over time. As discussed earlier, self-permission, while remaining a
distinct construct, does share some similarities with self-efficacy, one of which appears to be its dynamic and
changeable nature. Our findings indicate that, like self-efficacy, self-permission is impacted by individual
teacher and cultural traits and is subject to change as teachers progress through career developmental stages.

VIIl.  CONCLUSION
Limitations of the Study
There are several limitations to the present study that should be noted.

Firstly, the variation of the participant group sample sizes and, in some cases, the small sample size,
limit the reliability of any comparative findings. The small sample size of several of these groupings makes it
difficult to determine if results can be generalized in any way.

Secondly, while the sample of teachers were generally representative of the teaching population in
some criteria (gender distribution, place of birth), they were not precisely representative in all criteria (teacher
age, qualification). Additionally, using teachers from the Panama Bilingue program meant that participants had
characteristics that might not be universal when considering teachers in Panama or Latin America more
generally.
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A third limitation was that although the sample was drawn from teachers in six regions of Panama,
participation in the study was voluntary and therefore the sample may suffer from selection bias. This would
only affect the generalizability of the central tendencies of the measures, but not necessarily the generalizability
of the reported associations.

Additionally, the findings are susceptible to the limitations commonly associated with administering a
survey to collect data. A common limitation attributed to survey research is oversimplification of complex
concepts which can lead to a lack of understanding of the questions being asked. This phenomenon was
witnessed in several participants who reported that some questions were unclear, and others admitted to
“guessing”.

Despite these limitations, there is little doubt that the results of the study yielded valuable insights into
teacher perceptions of self-efficacy and self-permission, and more specifically how individual and cultural
context might influence such perceptions. The study also illustrates the distinct relationships between teacher
qualification and self-permission, and teacher experience and self-efficacy, and how insight as to how these
combinations might combine can be useful.

Implications for future research

Using the discussed limitations of the study as a platform for growth, there are several implications for
future research. Most apparent would be the possibility of replicating a study of this sort with a participant pool
that is more representative of the teaching population in Panama, and even Latin America more generally. Such
data collection has the potential to yield good insight into the perception of self-efficacy and self-permission and
the role that these play in the career development and teaching performance of teachers in the region.

The study could also be extended in longitudinal and comparative ways. Future research might be
expanded to include additional cultural perspectives further refining and elaborating on the elements influencing
teacher’s perception of self-efficacy and self-permission. A study completed across multiple countries has the
potential for cultural comparisons to be made, especially when it comes to the role of self-permission in
determining teacher perceptions of their authority and autonomy within the learning process. Such data also has
the capacity to shape understanding of the role that culture plays in teacher career trajectory in that it can speak
to the relationship between cultural influence, sense of self, and teachers’ dispositions that are associated with
teacher quality.

Further work is necessary to examine a detailed definition of the concept of self-permission. This
would provide valuable information to those tasked with selecting or developing teachers in various regions
around the world. There is also the possibility of asking comparative questions with regard to differences
between teachers’ perception of self-permission and how this might impact their performance given societal and
cultural influences.

REFERENCES

[1]. Bruns, B., & Luque, J. A. (2015). Great teachers: how to raise student learning in Latin America and the Caribbean. Washington,
DC: World Bank Group. Available at: https://openknowledge.worldbank.org/handle/10986/20488

[2]. Hanushek, E. A., & Rivkin, S. G. (2011). The Distribution of Teacher Quality and Implications for Policy. Annual Review of
Economics, 4(1), 131-157. http://doi.org/10.1146/annurev-economics-080511-111001

[3]. Chetty, R., Friedman, J. N., & Rockoff, J. E. (2014b). Measuring the Impacts of Teachers Il: Teacher Value-Added and Student
Outcomes in Adulthood. American Economic Review, 104(9), 2633-2679. http://org/10.1257/aer.104.9.2633

[4]. UNESCO. (2015a). Achievements and challenges (978-92-3-100085-0). Retrieved from Paris:
https://unesdoc.unesco.org/ark:/48223/pf0000232567

[5]. Abadzi, H. (2007). Absenteeism and Beyond: Instructional Time Loss and Consequences: The World Bank. Available at:
https://openknowledge.worldbank.org/handle/10986/7569

[6]. Bird, D. O. (2017). Relationship between teacher effectiveness and student achievement: an investigation of teacher quality: Ball
State University. Available at:
https://cardinalscholar.bsu.edu/bitstream/handle/123456789/200666/BirdD_20172_BODY .pdf?sequence=1&isAllowed=y

[71. UNESCO. (2015c). The Right to Education and the Teaching Profession, Overview of the Measures Supporting the Rights, Status
and Working Conditions of the Teaching Profession reported on my Member States Retrieved from Paris:
http://unesdoc.unesco.org/images/0023/002348/234820E.pdf

[8]. Dérnyei, Z. (2009) The psychology of second language acquisition, Boletin de Lingiistica 22(33) 131-139. ISBN: 978-0-19-
442303-8

[9]. LeTendre, G., & Wiseman, W. (2015). Introduction: The Challenges of Teacher Effectiveness and Quality Worldwide. In
Promoting and Sustaining a Quality Teacher Workforce (Vol. 27, pp. 1-38): Emerald Group Publishing Limited.
http://doi.org/10.1108/S1479-367920140000027001

[10]. Paine, L., & Zeichner, K. (2012). The Local and the Global in Reforming Teaching and Teacher Education. Comparative Education
Review, 56(4), 569-583. http://doi.org/10.1086/667769

[11]. Hanushek, E. A. (2015). Why standard measures of human capital are misleading. KDI Journal of Economic Policy, 37(2), 22-37.
https://www.econstor.eu/bitstream/10419/200770/1/kdi-jep-37-2-2.pdf

[12].  Aaronson, D., Barrow, L., & Sander, W. (2003). Teachers and Student Achievement in the Chicago Public High Schools. WP 2002-
28. Revised. Federal Reserve Bank of Chicago. Available at:
https://faculty.smu.edu/millimet/classes/eco7321/papers/aaronson%20et%20al.pdf

DOI:10.9790/1813-1003010114 www.theijes.com Page 12


https://openknowledge.worldbank.org/handle/10986/20488
http://doi.org/10.1146/annurev-economics-080511-111001
http://org/10.1257/aer.104.9.2633
https://unesdoc.unesco.org/ark:/48223/pf0000232567
https://openknowledge.worldbank.org/handle/10986/7569
https://cardinalscholar.bsu.edu/bitstream/handle/123456789/200666/BirdD_20172_BODY.pdf?sequence=1&isAllowed=y
http://unesdoc.unesco.org/images/0023/002348/234820E.pdf
http://doi.org/10.1108/S1479-367920140000027001
http://doi.org/10.1086/667769
https://econpapers.repec.org/scripts/redir.pf?u=https%3A%2F%2Fwww.econstor.eu%2Fbitstream%2F10419%2F200770%2F1%2Fkdi-jep-37-2-2.pdf;h=repec:zbw:kdijep:v:37:y:2015:i:2:p:22-39
https://faculty.smu.edu/millimet/classes/eco7321/papers/aaronson%20et%20al.pdf

Cultural Influence and Teacher Quality: Perceptions of Self-Efficacy and Self-Permission

[13].
[14].
[15].
[16).
[17).
[18].
[19].
[20].

[21].

[22].

[23].

[24].

[25).
[26).
[27].
[28).
[29].
[30].
[31].

[32].

[33].

[34].

[35].
[36].

[37].
[38].

[39].

[40].
[41].
[42].
[43].

[44].

[45].

Chetty, R., Friedman, J. N., & Rockoff, J. E. (2014a). Measuring the Impacts of Teachers II: Teacher Value-Added and Student
Outcomes in Adulthood. American Economic Review, 104(9), 2633-2679. http://doi.org/10.1257/aer.104.9.2633

Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2005). Teachers, schools, and academic achievement. Econometrica, 73(2), 417 -458.
https://doi.org/10.1111/j.1468-0262.2005.00584.x

Rockoff, J. E. (2004). The Impact of Individual Teachers on Student Achievement: Evidence from Panel Data. American Economic
Review, 94(247-252). https://doi.org/10.1257/0002828041302244

Adnot, M., Dee, T., Katz, V., & Wyckoff, J. (2017). Teacher turnover, teacher quality, and student achievement in DCPS.
Educational Evaluation and Policy Analysis, 39(1), 54-76. https://doi.org/10.3102/0162373716663646

Darling-Hammond, L. (2000). Teacher Quality and Student Achievement. education policy analysis archives. URL
http://epaa.asu.edu/ojs/article/view/392

KanKane, T., Rockoff, J., & Staiger, D. (2008). What does certification tell us about teacher effectiveness? Evidence from New
York City. Economics of Education Review, 27(6), 615631. https://doi.org/10.1016/j.econedurev.2007.05.005

Sirait, S, (2016) Does Teacher Quality Affect Student Achievement? An Empirical Study in Indonesia). Journal of Education and
Practice, 7 (27) 34-41 Available at SSRN: https://ssrn.com/abstract=2846795

ShuShulman, L., & Shulman, J. (2009). How and What Teachers Learn: A Shifting Perspective. Journal of Education, 189, 8.

Goddard, Y. L., Goddard, R. D., & Tschannen-Moran, M. (2007). A theoretical and empirical investigation of teacher collaboration
for school improvement and student achievement in public elementary schools. Teachers College Record, 109(4), 877-896.
Available at: https://education.illinoisstate.edu/downloads/casei/collaboration_studentachievement.pdf

Mihaly, K., McCaffrey, D. F., Staiger, D. O., & Lockwood, J. R. (2013). A Composite Estimator of Effective Teaching. 51.
Auvailable at: https://www.rand.org/pubs/external_publications/EP50155.html

McKbnight, K., Graybeal, J., Yarbro, J., & Graybeal, L. (2016). The Heart of Great Teaching: Pearson Global Survey of Educator
Effectiveness. Available at: https://www.pearson.com/content/dam/one-dot-com/one-dot-com/global/Files/efficacy-and-
research/schools/global-survey/reports/RINVN9283_GlobalSurvey 092016.pdf

UNESCO. (2015b). Framework for Action, Education 2030: Towards inclusive and equitable quality education and lifelong
learning for all Retrieved from Paris: https:/iite.unesco.org/publications/education-2030-incheon-declaration-framework-action-
towards-inclusive-equitable-quality-education-lifelong-learning/

Goldhaber, D., & Anthony, E. (2007). Can Teacher Quality Be Effectively Assessed? National Board Certification as a Signal of
Effective Teaching. The Review of Economics and Statistics, 89(1), 134-150. https://doi.org/10.1162/rest.89.1.134

Kane, T. J., Rockoff, J. E., & Staiger, D. O. (2008). What does certification tell us about teacher effectiveness? Evidence from New
York City. Economics of Education Review, 27(6), 615-631. https://doi.org/10.1016/j.econedurev.2007.05.005

Marshall, J. H., & Sorto, M. A. (2012). The effects of teacher mathematics knowledge and pedagogy on student achievement in
rural Guatemala. International Review of Education, 58(2), 173-197. http://doi.org/10.1007/s11159-012-9276-6

UNESCO. (2016). Education for people and planet: creating sustainable futures for all (UNESCO Ed. Second edition ed.). Paris:
UNESCO. https://en.unesco.org/gem-report/report/2016/education-people-and-planet-creating-sustainable-futures-all

UNESCO. (2014). Latin America and the Caribbean Education for All 2015 Regional Review Retrieved from Paris:
http://unesdoc.unesco.org/images/0023/002327/232701e.pdf

Fredriksson, P., & Ockert, B. (2008). Resources and Student Achievement: Evidence from a Swedish Policy Reform. Scandinavian
Journal of Economics, 110(2), 277-296. https://www.jstor.org/stable/25195343

Akiba, M., & LeTendre, G.K. (Eds.). (2017). International Handbook of Teacher Quality and Policy (1st ed.).
Routledge. doi.org/10.4324/9781315710068

Darling-Hammond, L., Holtzman, D. J., Gatlin, S. J., & Heilig, J. V. (2005). Does teacher preparation matter? Evidence about
teacher certification, Teach for America, and teacher effectiveness. Education Policy Analysis Archives, 13, 1-48.
https://doi.org/10.14507/epaa.v13n42.2005

Azam, M., & Kingdon, G. G. (2015). Assessing teacher quality in India. Journal of Development Economics, 117, 74-83.
https://doi.10.1016/j.jdeveco.2015.07.001

Chingos, M. M., & Peterson, P. E. (2011). It's easier to pick a good teacher than to train one: Familiar and new results on the
correlates of teacher effectiveness. Economics of Education Review, 30(3), 449-465.
https://doi.org/10.1016/j.econedurev.2010.12.010

Buddin, R., & Zamarro, G. (2009). Teacher Effectiveness in Urban High Schools. SSRN Electronic Journal.
https://doi.org/10.2139/ssrn.1467063

Luthans F., Youssef C., Avolio B. (2007). Psychological capital. New York: Oxford University Press. ISBN: 9780199316472
Bandura, A. (1997). Self-efficacy: the exercise of control. New York: W.H. Freeman. ISBN: 0716726262

Avey, J. B, Reichard, R. J., Luthans, F., & Mhatre, K. H. (2011). Meta-analysis of the impact of positive psychological capital on
employee attitudes, behaviors, and performance. Human Resource Development Quarterly, 22(2), 127-152.
https://doi.0g/10.1002/hrdg.20070

Jeon, L., Buettner, C. K., & Grant, A. A. (2018). Early childhood teachers’ psychological well-being: Exploring potential predictors
of  depression,  stress, and emotional exhaustion. Early Education  and Development, 29(1), 53—
69. https://doi.org/10.1080/10409289.2017.1341806

Oberski, 1., Ford, K., Higgins, S., & Fisher, P. (1999). The Importance of Relationships in Teacher Education. Journal of Education
for Teaching, 25(2), 135-150. http://doi.org/10.1080/02607479919600

Hussain, M. A., Shahid, S., & Zaman, A. (2011). Anxiety and Attitude of Secondary School Students Towards Foreign Language
Learning. Procedia - Social and Behavioral Sciences, 29, 583-590. https://doi.org/10.1016/j.sbspro.2011.11.279

Karadag, A. S., Ertugrul, D. T., Bilgili, S. G., Takci, Z., Akin, K. O., & Calka, O. (2012). Immunoregulatory effects of isotretinoin
in patients with acne. British Journal of Dermatology, 167(2), 433-435. https://doi.org/10.1111/j.1365-2133.2012.10949.x

Rose, N. (2014). Introducing Self-Permission: Theoretical Framework and Proposed Assessment. Available at:
https://repository.upenn.edu/mapp_capstone/59/

Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.), Encyclopedia of human behavior (Vol. 4, pp. 71-81). New York:
Academic Press. (Reprinted in H. Friedman [Ed.], Encyclopedia of mental health. San Diego: Academic Press, 1998). Available at:
https://www.uky.edu/~eushe2/Bandura/Bandural994EHB.pdf

Patterson-Hazley, M., & Kiewra, K. A. (2013). Conversations with four highly productive educational psychologists: Patricia
Alexander, Richard Mayer, Dale Schunk, and Barry Zimmerman. Educational Psychology Review, 25(1), 19-45.
https://doi.org/10.1007/s10648-012-9214-y

DOI:10.9790/1813-1003010114 www.theijes.com Page 13


http://doi.org/10.1257/aer.104.9.2633
https://doi.org/10.1111/j.1468-0262.2005.00584.x
https://doi.org/10.1257/0002828041302244
https://doi.org/10.3102%2F0162373716663646
http://epaa.asu.edu/ojs/article/view/392
https://doi.org/10.1016/j.econedurev.2007.05.005
https://ssrn.com/abstract=2846795
https://education.illinoisstate.edu/downloads/casei/collaboration_studentachievement.pdf
https://www.rand.org/pubs/external_publications/EP50155.html
https://www.pearson.com/content/dam/one-dot-com/one-dot-com/global/Files/efficacy-and-research/schools/global-survey/reports/RINVN9283_GlobalSurvey_092016.pdf
https://www.pearson.com/content/dam/one-dot-com/one-dot-com/global/Files/efficacy-and-research/schools/global-survey/reports/RINVN9283_GlobalSurvey_092016.pdf
https://iite.unesco.org/publications/education-2030-incheon-declaration-framework-action-towards-inclusive-equitable-quality-education-lifelong-learning/
https://iite.unesco.org/publications/education-2030-incheon-declaration-framework-action-towards-inclusive-equitable-quality-education-lifelong-learning/
https://doi.org/10.1162/rest.89.1.134
https://doi.org/10.1016/j.econedurev.2007.05.005
http://doi.org/10.1007/s11159-012-9276-6
https://en.unesco.org/gem-report/report/2016/education-people-and-planet-creating-sustainable-futures-all
http://unesdoc.unesco.org/images/0023/002327/232701e.pdf
https://www.jstor.org/stable/25195343
http://doi.org/10.4324/9781315710068
https://doi.org/10.14507/epaa.v13n42.2005
about:blank
https://doi.org/10.1016/j.econedurev.2010.12.010
https://doi.org/10.1016/j.econedurev.2010.12.010
https://doi.org/10.2139/ssrn.1467063
https://doi.og/10.1002/hrdq.20070
https://psycnet.apa.org/doi/10.1080/10409289.2017.1341806
http://doi.org/10.1080/02607479919600
https://doi.org/10.1016/j.sbspro.2011.11.279
https://doi.org/10.1111/j.1365-2133.2012.10949.x
https://repository.upenn.edu/mapp_capstone/59/
https://www.uky.edu/~eushe2/Bandura/Bandura1994EHB.pdf
https://psycnet.apa.org/doi/10.1007/s10648-012-9214-y

Cultural Influence and Teacher Quality: Perceptions of Self-Efficacy and Self-Permission

[46).
[47].
[48).
[49).
[50].
[51].
[52].
[53].
[54].

[55].

[56].

[57].

[58].

[59].
[60].
[61].

[62].

[63].
[64].

[65].

[66].

[67].

[68].
[69].
[70].

[71].
[72].

[73].

Gavora, P. (2010). Slovak pre-service teacher self-efficacy: Theoretical and research considerations. The New Educational Review,
21(2), 17-30. Available at: http://www.educationalrev.us.edu.pl/e21/al.pdf

Leary, M. R., & Baumeister, R. F. (2000). The nature and function of self-esteem: Sociometer theory. In Advances in experimental
social psychology (Vol. 32, pp. 1-62): Elsevier. https://doi.org/10.1016/S0065-2601(00)80003-9

Leary, M. R., Kelly, K. M., Cottrell, C. A., & Schreindorfer, L. S. (2013). Construct validity of the need to belong scale: Mapping
the nomological network. Journal of personality assessment, 95(6), 610-624. https://doi.org/10.1080/00223891.2013.819511

Roth, G., Assor, A., Kanat-Maymon, Y., & Kaplan, H. (2007). Autonomous motivation for teaching: how self-determined teaching
may lead to self-determined learning. Journal of educational Psychology, 99(4), 761. https://doi.org/10.1037/0022-0663.99.4.761
Weinstein, N., & Ryan, R. M. (2011). A self- determination theory approach to understanding stress incursion and responses. Stress
and Health, 27(1), 4-17. https://doi-org.ezp.lib.cam.ac.uk/10.1002/smi.1368

Dewey, J. (1923). Democracy and education: An introduction to the philosophy of education. Feather Trail Press. I1SBN:
1449983677

Boone, H. N., & Boone, D. A. (2012). Analyzing Likert data. Journal of extension, 50(2), 1-5. Available at:
https://www.joe.org/joe/2012april/pdf/JOE_v50_2tt2.pdf

Huberman, M. (1989). The professional life cycle of teachers. Teachers College Record, 91(1), 31-57.
http://hub.mspnet.org/index.cfm/9327

Gentry, J. E., Baker, C., Thomas, B. D., Whitfield, C., & Garcia, L. (2014). Transforming Technology Integration: An Instrument to
Measure Educator's Self-Efficacy for Modeling 21st-Century Skills. National Teacher Education Journal, 7(3). www.ntejournal.com
Keller-Schneider, M., Zhong, H. F., & Yeung, A. S. (2020). Competence and challenge in professional development: teacher
perceptions at  different  stages of career. Journal of Education for  Teaching, 46(1), 36-54.
https://doi.org/10.1080/02607476.2019.1708626

Chiu, P. H. P, Corrigan, P., & Hui, S. K. F. (2019). A study of graduate teaching assistants’ self-efficacy in teaching: Fits and starts
in the first triennium of teaching. Cogent Education, 6(1). http://doi.org/10.1080/2331186X.2019.1579964

Gray, C., Pascoe, R., & Wright, P. (2018). “I Felt That I Could Be Whatever I Wanted”: Pre-Service Drama Teachers’ Prior
Experiences and Beliefs About Teaching Drama. International Journal of Education and the Arts, 19(10) 1-25
https://doi.org/10.18113/P8IJEA1910

Liu, J., Dietz, T., Carpenter, S. R., Alberti, M., Folke, C., Moran, E., Pell, A. N., Deadman, P., Kratz, T., Lubchenco, J., Ostrom, E.,
Ouyang, Z., Provencher, W., Redman, C. L., Schneider, S. H., & Taylor, W. W. (2007). Complexity of Coupled Human and Natural
Systems. Science, 317(5844), 1513-1516. https://doi.org/10.1126/science.1144004

Karimvand, P. (2011). The Nexus between Iranian EFL Teachers’ self-efficacy, Teaching Experience and Gender. English
Language Teaching, 4(3). https://doi.org/10.5539/elt.v4n3pl71

Sio Jyh Lih, J., & Ismail, R. B. (2019). Binary Logistic Regression Analysis of Teacher Self-Efficacy Factors Influencing Literacy
and Numeracy. World Journal of Education, 9(1), 209. https://doi:10.5430/wje.vOn1p209

Tschannen-Moran, M., & Hoy, A. W. (2007). The differential antecedents of self-efficacy beliefs of novice and experienced
teachers. Teaching and Teacher Education, 23(6), 944-956. https://doi.org/10.1016/j.tate.2006.05.003

Lauermann, F., & Konig, J. (2016). Teachers’ professional competence and wellbeing: Understanding the links between general
pedagogical knowledge, self-efficacy, and burnout. Learning and Instruction, 45, 9—
19. https://doi.org/10.1016/j.learninstruc.2016.06.006

Woodcock, S. (2011). A Cross Sectional Study of Pre-service Teacher Efficacy Throughout the Training Years. Australian Journal
of Teacher Education, 36(10). https://doi.org/10.14221/ajte.2011v36n10.1

Williams, R. (2009). Gaining a degree: the effect on teacher self- efficacy and emotions. Professional Development in Education,
35(4), 601-612. https://doi:10.1080/19415250903059558

Moosa, V., Shareefa, M., (2019). The Impact of Teachers’ Experience and Qualification on Efficacy, Knowledge and
Implementation of  Differentiated Instruction. International ~ Journal of Instruction, 12(2), 587-604.
https://doi.org/10.29333/iji.2019.12237a

Casey, B. J., Somerville, L. H., Gotlib, I. H., Ayduk, O., Franklin, N. T., Askren, M. K., ... & Glover, G. (2011). Behavioral and
neural correlates of delay of gratification 40 years later. Proceedings of the National Academy of Sciences, 108(36), 14998-15003.
https://doi.org/ 10.1073/pnas.1108561108

Skaalvik, E. M., & Skaalvik, S. (2013). Teachers’ perceptions of the school goal structure: Relations with teachers’ goal
orientations, work engagement, and job satisfaction. International Journal of Educational Research, 62, 199-209.
https://doi.org/10.1016/j.ijer.2013.09.004

Effie Maclellan (2014) How might teachers enable learner self-confidence? A review study, Educational Review, 66:1, 59-
74, https://doi.org/10.1080/00131911.2013.768601

Brifiol, P., & Petty, R. E. (2009). Source factors in persuasion: A self-validation approach. European Review of Social Psychology,
20, 49-96. https://doi.org/10.1080/10463280802643640

Koriat, A. (2008). Subjective confidence in one's answers: The consensuality principle. Journal of Experimental Psychology:
Learning, Memory, and Cognition, 34(4), 945959.

https://doi.org/10.1037/0278-7393.34.4.945

Stirin, K., Ganzach, Y., Pazy, A. and Eden, D. (2012), The Effect of Perceived Advantage and Disadvantage on Performance: The
Role of External Efficacy. Applied Psychology, 61: 81 96. https://doi.org/10.1111/j.1464-0597.2011.00457.x

Moore, D. A., & Healy, P. J. (2008). The trouble with overconfidence. Psychological Review, 115(2), 502
517. https://doi.org/10.1037/0033-295X.115.2.502

Adam C. Holden. "Cultural Influence and Teacher Quality: Perceptions of Self-Efficacy and
Self-Permission in Panamanian Educators." The International Journal of Engineering and
Science (1JES), 10(03), (2021): pp. 01-14.

DOI:10.9790/1813-1003010114 www.theijes.com Page 14


http://www.educationalrev.us.edu.pl/e21/a1.pdf
https://psycnet.apa.org/doi/10.1016/S0065-2601(00)80003-9
https://doi.org/10.1080/00223891.2013.819511
https://psycnet.apa.org/doi/10.1037/0022-0663.99.4.761
https://doi-org.ezp.lib.cam.ac.uk/10.1002/smi.1368
https://www.joe.org/joe/2012april/pdf/JOE_v50_2tt2.pdf
http://hub.mspnet.org/index.cfm/9327
http://hub.mspnet.org/index.cfm/9327
http://www.ntejournal.com/
https://doi.org/10.1080/02607476.2019.1708626
http://doi.org/10.1080/2331186X.2019.1579964
https://doi.org/10.18113/P8IJEA1910
https://doi.org/10.1126/science.1144004
https://doi.org/10.5539/elt.v4n3p171
about:blank
https://psycnet.apa.org/doi/10.1016/j.tate.2006.05.003
https://psycnet.apa.org/doi/10.1016/j.learninstruc.2016.06.006
https://doi.org/10.14221/ajte.2011v36n10.1
about:blank
https://doi.org/10.29333/iji.2019.12237a
https://doi.org/%2010.1073/pnas.1108561108
https://doi.org/10.1016/j.ijer.2013.09.004
https://doi.org/10.1080/00131911.2013.768601
https://psycnet.apa.org/doi/10.1080/10463280802643640
https://doi.org/10.1037/0278-7393.34.4.945
https://doi.org/10.1111/j.1464-0597.2011.00457.x
https://psycnet.apa.org/doi/10.1037/0033-295X.115.2.502

